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1. Introduction
   A common belief held by many Japanese people is that children are
genius language learners. According to the rnyth, the younger the
children are, the faster they pick up a new language. In reality, however,
it is never easy, even for very young children, to be immersed in a new
language. Uchida and Hayatsu report on cases in which Japanese children
abroad struggle to get used to their new kindergartens and schools (2004).
In recent years, Japanese companies have been relocating young
employees with infants and preschoolers to overseas branch offices, and
the education of these children has become an important issue. Uchida
and Hayatsu contend that children need a means of communication
through which to express themselves in a new and challenging
environment and they propose that parents, teachers, and caretakers
should ensure that children's cognitive development is continuous.
   In this paper, I will discuss language development of bilingual/
trilingual Japanese people. I will introduce the processes of language
development, which bilingual/trilingual subjects had had, based upon the
data obtained from their case studies. Then I would like to interpret the
results of the analysis based on major theories featured in the fields of
bilingualism, cognitive psychology, and education. The following
research questions are ones which I explore.
   1) In what functions/situations/circumstances is Ll/L2 learning
     promoted ?
   2) What is the role of formal instruction in language development?
23) How does language acquisition relate to cognitive development?
2. Method
   A narrative case method was employed using six informants. All of
the informants were returnees from overseas locations whose parents are
both Japanese. All of the informants lived in multilingual environments
for certain periods of time during their school days. For these interviews,
I asked each of these informants to reflect on their language development
during those years. The informants were given survey sheets and
questionnaires prior to their interviews.
   The informants had been instructed to obtain information about their
language development in their childhood from their parents, if they
couldn't remember something clearly. The interviews were conducted in
Japanese, audio taped, and then transcribed.
   The framework of the questionnaire is as follows:
   1. Age
   2. Places of residence and duration of stay
   3. Language(s) used at school
   4. Language(s)usedathome
   5. Reflections on their language development of Ll-Japanese in
     most cases-in their social and school lives
   6. Reflections on their language development of L2 (L3) in their
     social and school lives
   7. Language competence of Ll, L2, and L3
   8. Problems of assimilating into a different culture in a new
     language
   9. The problems they encountered back Japan in Japanese schools
3. Findings
The interviews are summarized in the following table:
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A
B
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-
A acquired English at school in Canada. When she returned to
 Japan, she studied grammar, which helped her to conceptualize the
 English language in her mind.
-
However, at the same time, she felt some things that she had
 acquired naturally have been lost.
-
She read extensively in English and Japanese while in Canada; she
 spent more than 10 hours a day reading.
-
She studied French in Canada, but she claims to have lost most of
 her French ability since returning to Japan. However, relearning the
 words for numbers in French was easily accomplished.
-
While living in Canada, she studied Japanese by reading Japanese
 novels and interacting with her family members. Therefore, after
 returning to Japan, she spoke very formal Japanese.
-
B lived in Chili for four and a half years. During that time, she spoke
 Spanish, English, and Japanese. When in Chili, she was strongest in:
 ISt Spanish, 2"d English, 3'd Japanese.
-
After returning to Japan, she was surprised to realize that she was
 losing her Spanish language ability. For instance, she had to
 struggle to remember the word, "banana" in Spanish.
-
She had reached the level of CALP in Chili, and therefore her
 attrition was slow, whereas her retrieval was fast, once she started to
 study Spanish and English again.
-
Because she was bullied, she pretended not to be fluent in English/
 Spanish.
-
 She feels relieved when she is with other trilingual peopie.
-
She is sometimes told that she has different personalities when
 speaking English and Japanese.
-
C studied Burmese when she was very young. She felt insecure
 about losing this language, so she began to study Burmese again by
 reading and writing in that language, and this calmed her a great
 deal. She has an emotional attachment to the Burmese language.
-
She spent her elementary school days in the UK. She likes to read
 English books, which helps her maintain her English level,
-
She learned English grammar after returning to Japan. This formal
 instruction helped her to understand the rules of the English
 language more clearly.
-
She went to a Japanese school on weekends in the UK, though her
 CALP was not sufficiently developed. She studied Japanese after
 returning to Japan by practicing her writing, speech, and drama.
-
She is sometirnes told that she has different personalities when in
 speaking English and Japanese.
-
 She feels that there is a balance among her three languages.
4-
D attended an international school after returning to Japan. Her
 English was stronger than her Japanese.
-
She had difllcu}ties in reading and writing in Japanese. Later, she
 realized the importance of Japanese and started to study Japanese
 more diligently.
`
Her Japanese ability improved after she began studying in cram
 school (juku) and taking up ballet lessons.
-
Her IOWA test scores were low, though her English grades were
 high.
-
E attended an international school after returning to Japan. His
 English ability was stronger than his Japanese ability.
-
He studied Japanese with a tutor, though he had many difuculties in
 learning kanji,
-
At school, he had reading assignment in English everyday, which
 usually took him about 30 minutes to complete.
-
At the age of nine, his English ability began to grow and all his
 school grades in every subject improved rapidly.
 He was encouraged to write a journal in English every day.
 He started to pick up Japanese after he joined a sports team in Japan.
-
F lived in the U,S.A for a total of eleven years. However, he feels he
 is more fluent in Japanese than in English
-
As for English, he first acquired patterned expressions in certain
 situations. He recalls that after returning to Japan, he forgot context
 embedded expressions more quickly than his other knowledge of
 Engljsh. He feels that ESL classes were beneficial, especially in
 helping him expand his vocabulary and to acquire various new
 expressions. He gradually became able to paraphrase sentences.
-
He attended a Japanese school on weekends throughout his stay
 abroad. It was relatively easy for him to adjust to his local school
 when he returned to Japan, though he had problems with kanji. To
 begin with, he liked to read, and he was interested in studying
 languages.
Table 1. Summary of Interviews
    Several common characteristics were revealed during these
interviews regarding the informant's language acquisition and their
cognitive development. For instance, in these case studies, all of the
subjects acquired Japanese from their parents. They acquired their
second/third language from either caretakers and/or at school. All of
these informants had reached the level of CALP in English while they
were living abroad, and therefore they were able to maintain their
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proficiency and to further develop their language skills after returning to
Japan.
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   Data from two informants revealed that language is related to
emotions and cognitive development. This finding is in concordance with
existing studies on language development of learners in multilingual
settings. Hayatsu (2004) reported cases of preschool Japanese children in
the U.S.A. emphasizing the role of the Ll in a new language environment.
Casey (2004) reported on her classroom activities, which incorporated Ll
in ESL classrooms in the U.S.A. In these studies, language was found to be
related to the self-image, emotions, and cognitive development of a
language learner.
4. Discussion
1) In what functions/situations/circumstances is Ll/L2 learning pro-
  moted ?
   Language acquisition involves an unlimited number of variables and
so it is diMcult to specify the exact cause-effect relationships among such
variables; however, by carefully examining the reflections of Ll/L2
learning and acquisition, some commonalities concerning language
acquisition have been identified.
   First, in cases of both Ll and L2, it seems clear that learners need to
6incorporate reading and writing skills into the learning process. It was
pointed out by most informants that they read extensively in the target
Ianguage. Parents helped their children with homework and reading
assignments in the target language. In the Japanese education system,
reading is not emphasized so strongly. Japanese elementary school
educators do tend to promote reading activities, but Japanese high school
students, in general, do not seem to spend much time reading. Writing is
not practiced as much in Japanese schools either; students are not
encouraged to keep journals or to express their opinions and feelings by
writing. AII of the trilingual informants stated that especially their L3s
were mastered by incorporating reading and writing, which seems to be a
vital factor in language acquisition and learning.
   Second, half of the informants, (A, B, and 9) claimed to have lost the
language they had used in childhood, and they had to relearn the 'lost'
language again later in life. In one case, the language spoken in childhood
remained at the level of BICS, and was therefore forgotten after the
individual no longer needed or used that language. Later, when the
informants studied languages intentionally, they gave special attention to
the writing systems, which seemed to have helped them master the
language originally. This phenomenon indicates that a learner needs to
have reached the level of CALP in order to maintain a language. However,
attrition and total loss are not the same. When a language is relearned
systematically, the seemingly lost language serves as a foundation for
mastering the language again.
   Third, in terms of exposure to a target language, functioning in a real
life situation, especially in a local community, plays an important role in
language acquisition. E remembered that he easily acquired patterned
expressions in English, which were used in certain daily situations. For
instance, he quickly learned routine phrases used with a librarian when he
went to a neighborhood library in the U.S.A. Generally speaking, learners
acquire context embedded expressions before they become familiar with
expressions which involve logical and abstract thinking (Cummins, 1984).
After P and E returned to Japan, their Japanese language abilities began to
improve more quickly when they joined after school activities. With
regards to young learners, communication with peers (team sports and/or
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other group activities) certainly appears to promote language acquisition.
   Fourth, most informants claimed they had dithculty in acquiring
vocabulary. D's parents arranged to send her to a summer school in the
U.SA., even after she returned to Japan. Her English vocabulary was
greatly enhanced after intensive exposure to English. E had the same kind
of experience; his parents noticed a decline in his English vocabulary after
returning to Japan, so he was sent to an intensive English medium
program during his summer vacation, too. In cases of bilingual and
trilingual people, it seems that an extra effort to reinforce vocabulary
growth in both L2 and L3 is essential in order to promote language
development.
2) What is the role of formal instruction in language development?
   All of the informants acquired or picked up a language naturally, and
at the same time, they learned and studied the target language in
classrooms. Analysis of these case studies has revealed that formal
instruction is helpful in enhancing L2 development; it helped learners
develop metalinguistic awareness of various L2 features and promoted the
restructuring of their communication strategies.
   Formal instruction of English grammar helped some subjects
reorganize and restructure what they had acquired naturally while they
were abroad. Before they learned grammar overtly back home in Japan,
they had never analyzed English in their minds; however, after they
learned metalinguistic features, and they felt that they had gained a
deeper understanding of the language.
   The informant's reflections coincide with other L2 learning/teaching
theories, which claim that explicit knowledge plays an important role,
especially for adult learners. According to Ellis (1994), learning explicit
knowledge entails memorization and problem solving. Adult learners
internalize formal instruction into their interlanguages in their learning
processes. Ellis presents a weak interface position model of explicit and
implicit knowledge and claims that explicit and implicit knowledge are
related, and that formal instruction serves as a way to develop control
over both explicit and implicit types of knowledge.
8Typesof Typesof processing
knowledge Controlled Automatic
Explicit (A) (B)
Anewexplicitruleisused Anoldexplicitruleisused
consciouslyandwith consciouslybutwithrelative
deliberateeffort. speed.
Lmplicit (C) (D)
Anewimplicitruleisused Athoroughlylearntimplicit
withoutawarenessbutis ruleisusedwithout
accessedslowly. awarenessandwithouteffort.
Table 2. Types of Knowledge (Ellis, 1994)
   This model explains many phenomena that L2 learners display; for
instance, transition from A to B takes considerable time, and many
learners find themselves in situations where they know a rule, but they are
unable to apply the rule when they speak or write in L2.
   In cases of implicit knowledge, L2 learners may have to go through
complicated processes before they internalize the knowledge. White
hypothesized that input can become implicit knowledge when learners
engage in the operations of noticing, comparing, and integrating (1987).
   1) noticing: i.e. paying attention to specific linguistic features in the
     input.
   2) comparing: comparing the noticed features with the features the
     learner typically produces in output.
   3) integrating: constructing new hypotheses in order to incorporate
     the noticed features into the inter-language system.
   If L2 learners have opportunities to learn how to integrate knowledge
through formal instruction, then it would be helpful for L2 learners. They
would benefit from form-based teaching as well as from meaning-focused
teaching.
3) How does language acquisition relate to cognitive development?
   Case studies indicate that languages are related to emotions and
cognition. Their anecdotes reveal that they are particularly attached to
the languages they had used in their childhood. In terms of cognition, E
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recalls that his school grades and language proficiency were directly
related to each other. In the existing theories, there have been some
attempts to propose a concept or a framework to illustrate this
interrelationship.
1 . The Bilingual Dual Coding Model
   This model emphasizes both the separateness and connected aspects
of a bilingual's mental representations. This model suggests:
   a) The non-verbal imagery system functions as a shared conceptual
     system.
   b) There is a strong, direct interconnecting channel between Ll and
     L2.
   c) What is learned in Ll transfers to L2, when language skills are
     developed suthciently.
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2. Mentalese
   Pinker suggests that there is an innate language instinct in every
human being and calls this, "mentalese" (1994). According to Pinker,
people have a language of thought. Using artists, poets, and scientists, as
examples Pinker explains that people use mental images rather than
verbal articulation when they are thinking and creating.
   This would illustrate an anecdote by one of the informants. The
subject was looking at a picture of a snake one day, and she wondered
what it was called in Burmese, the language she used as a child. As it took
her a while to remember Burmese word for snake, she experienced a sense
of emotionally insecurity. This indicates that the concept of a snake is
independent of the name of the object in a language.
   Mentalese seems to have the same function as Common Underlying
Proficiency, developed by Cummins who illustrated his ideas by using the
iceberg metaphor (1984). In this theory, CUP works as a central
processing system and understanding, concepts and processing
information operates from this system.
   From the viewpoint of physiology, there has been some controversial
research evidence, which shows how the brain handles two or more
languages. With the globalization of modern societies, the number of
multilingual speakers will certainly increase. It is hoped that the mystery
of language development and cognition become clearer with
interdisciplinary investigation of physiology, psychology, and linguistics.
   Analysis of the data from the informants supports the theory that
there are innate rules that language learners follow when acquiring/
learning languages. Formal instruction is important in enhancing L2
development; it helped learners restructure communication strategies.
Language is related to a learner's self-image and emotions. It was also
found that the subjects seem to have built a common underlying
proficiency which functions in any language.
   The Ministry of Education, Culture, Sports, Science and Technology
has proposed an action plan to cultivate "Japanese with English Abilities
(2003)." One of the goals of the proposal is to improve the language
abilities of Japanese people. It seems that the curriculum planners have
begun paying attention to the importance of universal language
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proficiency. It is hoped that this study will shed some light on language
development and how people attain cognitive growth.
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